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Foreword

s

s/

The Educational Resources Information Center (ERIC) is a national
information’ gystem developed-by the U.S. Office of Education
and now spansored by the %ational Institute of Education (NIE).
~_ It provides ready access td descriptions of exemplary programs,
" 'research and development efforts, and related information useful
~'~in developing more effective educational programs. _

. Through' its network of specialized centers or clearinghouses, '
each of which is responsible for a particular educational area, ERIC
acquires, evaluates, abstracts, and indexes current sighificant infor-
matibn and lists tlfls information in its reference publications. *

- ERIC/RCS, the ERIC Clearinghouse on Reading a1d Communi-
cation Skills, disseminates educational information related tr
research, ‘instruction, and persénnel Preparation at all levels and in
all institutions. The scope of interest of the Clearinghouse includes
.« relevant research reports, literatiire/reviews, curriculum guides and

descriptions, conference papers, project or program reviews, and..
other print materials related o all aspects of reading, English;
educational journalism, and speech communication. oo
The ERIC system has already made avaijlable—through the ERIC
Document Reproduction System—muéh informiative data. How-.
ever, if the findings of specific "educational research are to be
intelligible to, teachers and applicable to teaching, considerable
. bodies of data must be reevaluated, focused, translated, and molded
-+ into an essentially different context. Rather than resting at the
. point of making research r?z'borts readily accessible, NIE has directed
the separate clearinghouses to work with professional organizations
in developing information analysis papers in specific areas within
the scope of the clearinghouses. ) s
Oral Language: Expression of Thought was originated by ERIC/
CRIER at Indiana University, and was edited by Billie S. Strunk.
ERIC/RTS is pleased to cooperate with the Intefnational Reading
Association in making available this updated edition.

Bemarq G’Dorinelnl
Director, ERIC/RCS
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1 Introduct;[)n o

A th'rée-year—old sat on the fioor, his legs stretched straight in

front of him,as only the very young can manage. He held a large
book in his _lz;)n and “read”: ‘“The horsie said, ‘Come and give me a

ride.’ I ride horsie far away until I'm all gone. I'm all gone, gone

away.” The mother smiled proudly even though the child was
_holding the brightly colored book with a picture of a horse on the

cover upside down. Was this child reading? If by the term reading
~ we mean decoding print or graphemics on a page into oral produc-
tion, the answer is clearly no.. If by reading is meant obtaining
meaning from the print presented before us, the answer is still no,
for the child was remembering and repeating elements of the story
he had heard his mother read. Prbbably the child was stimulated
or cued by the picture on the page and “redq the pictures.

The example is not as frivolous @8 might appear &t first glance.
It’s a very pertinent one for the thesis presented in this brief
». overview of the relationship between: language devétspment and

- learning how to read. The three-year-old- describe d -abeye .had
. mastered some. ¢ritical skills. He was demonstrating, an awareness

that books contain a story; he was recalling that this book con-_\"._'

tained a specific story about a horse; and he was personalizing that
story into his own life and way of thinking. Basically the"pomt of
view espoused ih this paper is that all learning begins by something
"'happening ‘inside the child—that is, children act upon what is
presented in terms of their own experience, needs, and feelings
about themselves. - ' : ‘ . -
Much of a child’s responsiveness is expressed through oral

. language. Oral language becomes an important indicator of ability

to conceptualize and thus of ability to learn to read. But because
oral language is such a readily identified communication_medium,
it is often given more importance in assessing and guidjng a child’s

intgllectual development and ' reading readiness than it' deserves. -

Oral language must be interpreted with cautien and understandirnig.
It is only a part of the total developmentaslf the child.. .
. _ \
. P :
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Oral Language: Express:orr of Thought

Total development mvolves children’s self-concept\‘ their cog-
nitive development their relationship with peers and adults, and
their language development. Children’s feellngs about themselves
determine how comfortable they are in 3chool, how| well they
perfxrm and how much control they feel over their own actions.
Theit, thinking or cognitive processes determlne their interpersonal
relatl«)ns And their language provides a- means of tructurmg the
world\into a symbol system.

Although it is 1mportant to remember that language can be both
nonverbal i.e., the sign language of the deaf and body language,

‘and: verbal, the focus of this paper is on oral language. For our

b : purposés oral language means speech or whata child says that can

8

be\ heard, 1nterpreted and understood. Speech is an external

'e\(pressmn of internal thought. But speech is only a sample of the

development a child has attained. What children.say depends upon
what they want to say, how much they want to say, wha‘t level of
intellectual development they have attalned how secure they are
with themselves as persons, how much they trust you as a teacher,
and how.well they understand what is going on.

 What a child says is only the, content of oral language. The
meaning must be communicated through word choice and sen-
tence structure, and these depend upon the language system of the
culture or subculture. It is obvious that English children speak
English and that French children speak French;: it may not. be so
obvious that subgroups within cultures speak a variant of the

" dominant language. For example, there is ample evidence that

black inner-city children and,economically less-favored whites in

rural sections of Armerica- speak a variant of standard English .

(Anastasiow and haucs, 1976). These subgroup languages are wel
developed and conform to a regular pattern just as does standard
English. Bu! they -are often miSinterpreted as indications of a

child’s pocr language"acxllty, poor cognitive development or lack

of readiness to learn to read. '
¢ Judith Guskin’s (1968) research dramatically shows the negative
effects of a child’s dialect. She had teachers rate two samples of\

A

\

\

children’s language. Both samples contained exactly the same \

content. One sample was read by a white middle-class youngster,

the second by ,a black. The teachers rated the black reader as’
belligerent, delinquent, and retarded. They rated the white reader
as coming from a poor environment dnd a troubled home. Often a

child’s phonological and morphological productxon is interpreted -
as if intelligence can be inferred accurately from the way words °

are pronounced in discourse and the way sentences are structured.
Lo Y
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McNeill (1989),.a linguist, suggested that phonclogy and mor- -
phology are the peripheral aspects of a child’s language and cannot

’

. Serve as an atdequate assessment, of communication_skills, much

o

less intellectual functiofiing.

2wt 1t is vital that teachers be aware of the danger of misinterpreting

languagt-/devéfopment bgcause' a child speaks a variant language,
and- it is vital, as well, to_obtain an éccura;e sample of the child’s
language in order to correctly appraise the level of cognitive
develoﬁment and to further language growth as preparation for
learning to read. : .
This paper is intended to clari{y the issue by explaining how a
child learns and how language development s related to motor,
emotional, and cognitive developme.it. It -explains 'the problems

peculiar to children who speak black or poverty English. And it

suggests ways of ‘assessing a child's development, of further devel- .
oping language facility, and through it, readiness to read. i}
‘As noted earlier, oral language always refers to speech: it does

not mean reading aloud. That is another topic. © -~ . .

'
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Motor Development ,

A primary-grade- teacher who is trying to teach a child to rqgd may

find it hard to remember that the child has already had™ ‘a long

~ history. as.a learner. He is born with at least two well-developed
physical skills. One is the sucking response, the other the thrashing

- response. He also perceives, and it has been demonstrated that the

child of one day of age can -be trained to respond to a colored

circle as well as to noise. Lewis Lipsiit (1963) of Brown. University

‘has conduute'd\tn extensive series of stu&ms which indicate that

the new-born infant is capable of learning \and engages in learning

from the time of birth. Infants are born with a variety of reflexes '

by which to act on the environment {Appleton, Clifton, and

Goldberg, 1975). Infants at birth are able to auditorily decode

(speech), discrimipate visually and act motorically (suck, thrash

etc.). Pigget (1969) maintains that the basic intelligence of the -

child is constructed by the child during the early months, a period

he calls the sensorimotor per:od. Through the child’s perceptions

apd_experiences, internal structures are develaped. It is with these

internal representations that the child leams to interpret (or think

about) the world.

Psychologists‘ believe that children, before three months of age,
have a primitive viesw of their énvironment. For the first month-
.gnd-a-half their hand does not grasp’objects;’ 'vieual focusing is
* Timited to lights or large colored objects such as circles and squar
By four months the infant car distinguish between a bottle and a
. pacifier and will grasp an object placed in his or her hand. By .
eight months the child will be able to reach, grasp, pull up, select a
larger box from.a smaller box. Up to this period the child aots as
if an object were not there when it is hidden. At eight to ten’,
months the child appears to realize that objects such as a block are .
still there if they aré hidden by a cloth or cushion. The ten-month-

old child will move the cushion or rug to find the toy. -

T ' &
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“agbjects an awareness of concepts such as -cow, table, and ball. By
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Hou' a-Child Learns . 7o 5

These activities of réacting, grasping, pulling, finding reveal that
the child has learned abotit size, has learned to coordinate vision -

- and hands, can infer causality (the object is there but hidden), and

is beginning to develop thinking which exhibits an awareness of
space. time, form, size, and objects. These thinKing processes are
dgveloped through the child’s activities and exploration of things
in the environment. - - T .

According to Piaget (1969) development is co‘ntinuoqs up to the
age of twelve and beyond, when the child can deal with complex
abstract thinking. However, for the purposes of this paper, the
focus will be on what the child has-actomplished up to the age of
six, the time when reading is tsually introduced in schools. '

By two years of age, a child has gained from experience with

three the child can deal with classes of concepts stch as Joe is a -

man ‘Iﬂ'\e‘ my father; the pet dog is a dog like other dogs. The three-

vear-old “ean also make .inferences. B&lyne - (1965) gives the

example of J hnny, who with interest watched his father shaving.

The next moring while he was eating breakfast he heard the - B

water running in th&.bathroom. He pointed toward the ceilingand .~

said to his mother, “Datdy shaving.” L
By the time children réii’elgf the five- to six-year-old period, their

thinking shifts from a persoﬁ%l;\orientation to .a conceptlual one.

That is, the child changes from\"th‘inking in terms of events hap-

pening by personal causation (Piageﬁngntfons one child who said

the sun was lit by a man with a match and a long arm) to aware-

ness of the world in more realistically concé ual terms. The six- °

" year-old still has difficulty with abstractions such:as time, but.can

handle concepts and symbol systems such as printf”‘]lg Piaget it is
rio surprise that sthools ate teachirg reading around six years of
age. - . M . - \:' .

. - \_

.

Emotional Development : . s,

[t has been noted \hat the child develops perceptually and cog-"
nitively through the motor system, i.e., the child is active and* ,
through activity learns. The child’s need to explore the gnviron- ™,
ment and to manipulate objects appears to be critical up. to the Y
time of language development and similarly crucial for full jntel- . Y

lectual development. _ e \\



Oral Language. 'Expression of Thought )
8 These conditions are equally true for the full self-development -
of the child.  Early experiences are the foundations of emotional
life. Psychologists believe that children at birth have no concep-

" tion of themselves as persons. However, as they thrash and learn to
reach grasp,.and pull they also learn about their body and about

o their ability ‘to control their envirohment. Probably the first

“ . learning for mest children is that crying hrings food and that food °
is broughi by someone eutside themselves. Children learn to
d1fferen§1 te' themselves from mother by six months of age. This
awarene:. of mdmduahty is'the origin of their self-concept. Thus -
begins their emotional development, a long process 1ggeatly in-
fluenced by contact with others.

1t is known from studies of infants that a chdd .who has a
severely deprived or disturbed environment early in life .may not
develop normally. Bowlby’s (1970), Heinieke’s (19:)6j .Spitz’s -
(1946), and Anna Freud's (1941) studies indicate that msuff1c1ent
stimulation, handlmg, and mtéractlon with a mothenng flgure can
result in a normal child’s* regression into mental retardation or
even in death. Pavenstedt’s  (1970) research shows that three-
year-olds reared in disturbed families have difficulty relating to

“others, have little facility for protecting themselves from harm,
and have diminished promise of success in school. Studies sum--
marized by Hunt (1961) also ind:cate the negative effects of a
deficient environment on a child. '

Although the effects of depnvatlon may not arways mamfest
themselves in such extremes as those just citad, t.hey do seem -
evident in a deprived child’s emotional development. For example,
Skodak (Skodak and Skeels, 1949), -after a thirty-year study of a-
group of adopted and unadopted orphans, found the-adopted to
be more economically, academically, and seclally successful than.
the unadopted. 7

A child’s success seéems du:ect‘fy related to his or her self-concept
Sears (1940) has shgwn/tfat past success affécts what a child will
attempt to d(y/lf)w-achlevmg children give up or are entirely
unreahstkr in what they feel they will be able to do. In‘the Sears
study, a large bag was hung from the cexlmg in a nursery schiool

/classroom The bag could be lowered or raised. Children were’
given a stick and asked, to have the bag raised or lowered to the
level at which they thought they could kit it. Children who were
rated as successful, mature, and well adjusted by their teachers
set very realistic expectations for themselves. They had the bag
raised or lowered so that they tended to maxnmlze their successes *
and tried to make the task harder after eacI; success. In a word,.

1 5 ‘ : 3
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they were very re istic, Children who were rated as unsuccessful
*and/or:immature oy their teachers fell into two-groups. One group. .
tended to have the -bag hung so’low as never to fail. The other
v had the Pag raised so high that they failed at each attempt
still persisted in their unrealistic expéctations. o
-’es'eaFCh as .also established a relationship between self.
concept \an reading success. Anastasiow (1964) found that very
bright youngsters-who were reading below grade expectations had
- significanfly. lower self-concept scores than those who “were
achieving\as expected. In a later study, Anastasiow (1967) found
that tie \aegative evaluation of self was more general for girls
readifig below grade level than for boys who:were poor readers,
a.lthéugh low achieving boys also rated themselves lower than
agﬁieving boys. It was also found that children who were poor
yeaders rated low on many personality dimensions (Anastasiow,
. -#1963). . S '
/ Suffice it to say that the stability of emotional life will gffect
7 a child’s total development, and particularly- language develop-
ment. Langugge, which is first manifested orally around age orie,
 seems most vulnerable to emotiofal interfereng:ea'At age two, .-
~ when most children make rapid language growth, the emotionally
.abnormal child is very -uncommunicative. Infantile autism is most
apparent to parents at approximately age two When the autisti¢
child fails to use language normally. (The children in Heinicke’s
- 1956 study,area were hospitalized at two, stoppéd talking, -and
appeared to “egress in their skil: developmentfj Emotional develop-/.'»
ment accompanies physicat; nitive,"and 'language development.”
Even though infants are equipped-at.birth to cope with visual,
auditory, and tactile stimuli (S¢haeffer, 1977); .do not dppear
abje to contrdl.these mechanisms for communication Wi ersgis
© in the environment. Rather, infants possess capacitiesm_ .
they build later competencies related to speech, language, and -
communication. The first abilities appear .to ‘be: automatic .and
-~ without intent. For example, the two-mohth‘old infant in pain
. may cry, but it is the ten-month-old (or older) finfant who cries
in order to seek someone to deal with his or her pdin. The gapacity
" to discriminate speech sounds at two months of a ¢ appears to be
inndté and universal as is babbling at three fnonqhs. Through expe- .
riences with the caregiver, in a warm‘and supportive’é )

\ ‘ nvironment,
the infant learns to utilize these mechanisfps to build new skills.
“A major transition occurs at two to.three months when infants
begir:to control their smile and direct it at their primary caregiver,
The personal® relationship (attachment) between: czregiver and

1
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chgld results in the caregiver talkmg to the infant, usmg a range of
s1mple one-word sentences (Snow. and Ferguson, 1977). . »

From these experiences, around five months of age the child"

begins to determine that speech sounds cohtain meaning. Consider
for a moment the magnitude of this learning. From the vast array
of voices, intonation, modalities, and rhythms the five-month-old
child begins to isolate sound patterns into' meaningful structures.”
The s1x-month-old child can easily recognize the words milk or
bottle regardless of whether mother, father, sister, or babysitter
says the word.

This accomplishment. illustrates a basic principle of develop-
ment. In. .the early -stages of’ language development identification
“precedes performance. Before saying a word, such as milk, a child
has learned to recognize.the word and understand its meaning.
" This principle is also true in leammg to read. Before children can
read, they have to learn that speech sounds‘can be represented by
* print or that print or letters have sound values. It has been dem-
onstrated that if children do not learn that speech sounds convey
meaning by the age of five years they may never learn this skill.
Fortunately such cases are rare.

Once a child learns that speech contains meaning, word acqu1s1-

tlon and sentence construction follow rapidly. First to appear’are '

one-word séntences such as “Daddy’’ when thé child hears a’car -

door slam, ‘meamng “Daddy has come home.” Two-word sen-
tences appear, next; “Me go,” ‘“Jane won tf’,are t pical. Some
children skip rapidly into complex sentences. The following gives —
a brief overview of the :major accompllshments in ,peech ‘as
adapted from Lenneberg (1967 ):

+ Coos at tWelve weeks; turns head to search for speaker at six-

teen weeks; babbles sounds that resemble ‘one-syllable utter-
ances at six months; begins to differentiate between words at *

» ten months; has deflmte repertoire of words at eighteen

- months; has vocabulary of fifty items at two years: produces

~ many three- and. five-word utterances at thirty months;.has a

‘thousand-word vo’babulary at three years has well—establxshed
/ lgnguage at four years. .

a

K

'Most English- speakrrgg children master passlve v01ce by age six -

';when they can utilize the phonological and morphological rules of

glish. McNeill (1969) points out that the Russian lafiguage has

ore complex phonolggical structures, than English, and ithe
Russian child does not ‘master these structares until about seveul. -
Russian children begin school at seven, while English and Amer-

. 1can children begm at six. Thus, McNerll feels.the chlld s rrlastery )

{ - %
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Houw ¢ Child Learns . ° Y
- of the phonological and morphological structures-of/the language
is the key to the culture’s and the school’s determination of
children’s readinessto read. As Stauffer (1969) states, oral lan-
guage is the basis by%v‘hich the child makes‘the transition from
oral to printed language. oS - _
- Reseasci, supports the relationship between oral language devel-
opment and reading success. Hildreth’s (1964) summary indicates
that: ) -

1. Words children use in the own speech are easier : +
print than words they do v . use

2. The richness of the child’s /ianguage is related to re_aifing i Y
success _ y -

3. Deficient readers are deficient in oral language *

4, Speech defects are related to reading problems+ -

Kirk (1940) suggests that a child cannot excel in‘reading with- -

out a good oral language foundation. And it has been demon- °

strated that speech therapists’ ratings of children s articulation and

spontaneous verbal fluency identified 75 percent of those children _

..Who were unsuccessful in reading achievement whether they were
taught by “look-say” or by a linguistic method (Anastasiow, 1965,

:1966). These studies demonstrate the relationship of-oral language
to reading success. That is, good- readers appear ‘to have well-

?

+_devéloped language Systems.

>

Language Development

. 'The child who at ‘five months responds to speech sounds has

* ‘leamned that among gll' the sounds present in the environment,

speech sounds contain, meaning.® Cognitive (or thinking) devel-,

, opment*enables the-child to ‘master this skill.“The ‘argument over

*  whether or not language development is an innate human capacity -
doé,;'nbt apply here, since the discussion is limited‘to what learn- -

- ing language represents. ‘Whether Englisk or French, the ' child

apparently learns the arbi-trary, grouping of sounds that stand for a .

. Word such as dog. The ability to say it may ‘be inhnate, but the”
specific symbolic representation for the four-legged creature

. -Perceived—whether \the perception be cafled dog,. chien, hund, or
% cane—must be learned. The mastery is cognitive, and the child’s
'~ speech is a sample of both cognitive mastery and language devel-
‘s opment. The same is true of reading. A child learns the letier-sound
+  correspondence,. bu! must also bring meani g to the word? read.

- -Without doing so, the child cannot be a successful readgr. -

N " 17
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10 Oral Language: Expfession of Thought

Children’s‘unique sayings cften reveal their learnings more
clearly than do their accurate statements. Consider the five-year-
old wno told his parent, “The principal is going to show us how to
make holes with fire tomorrow.” This boy knew how to use his
father’s drill to make holes. What his teacher had said was, “The
principal told me that tomorrow we are going to have a fire drill.”
The -child’s language was reflecting his experience and thinking.

Teachers are familiar with youngsters who have specialized
knowlec'ge «derived from extensive home experiences. The intei-
ligence and accomplishments. of these children often are over-
»atimated because of the unique vocabulary they possess. A
simuar false assumption underlies the frequent underestimation
of the poverty, shy, or black child’s ability because of failure to
produce standard form. . : t

The important point being stressed here is thlS what children
say may reflect how they think, but what they don’t say does not
necessarily reflect that they are not thinking, that they are thmk-
ing poorly, or that they cannot think at all.

In summary, the preceding discussion of motor, emotlonm and

.language development presents the 1de§ that ‘a child’s cognitive

functioning is directly related. to motor, emoticnal, and lanfuage

. growth. In each of these areas, the Chlld moves from gross and

. loosely dlfferentlated states to more and more finely differen-

- tiated systetns. Tablg: 1 displays these similarities. .

. - 0-1 month 2years . | . 5years
Motor * Thrashing, o+ | Walking, , Running,
sucking - o climbing.. - sklppmg,
! ‘ - S ;umplng
{ Emotioniai | No awareness = | I gonna, I do 11 and.you
- of “I” . : I o
" Cognition - ;ﬂhmin}; toward | Object constancy Caoncept mastery‘
SRR light - R W e
» Language | Turningtoward | One-word Passive voice
w - naise . . . .sentences » - .

-
.
v
{

. P - : :
- , —

Fourfold Develbﬁinent frorn Infancy to Five Years .

LY

Function y s .. Age

P
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How a Child Learns : _ k - 11
The Rhythmic and Motoric Basis of Learning
We have briefly -traced a clﬁld’s motor, emotional, language, and -
cognitive development. We have also suggestec. that each area plays
a role in learning to read. Now let’s consider the importance of /
" thythm as a factor in learning achievement. ™~ ~—— - -

Theory R

- In 1964 Draﬁ_e demonstrated that rhythm and reading success are
related. But just why they are related had not beenclear until” ‘
recently, when psychologists studying memory and thinking mare
some interesting findings. Neisser (1967) suggested that the key to

i understahdj,ng memory may be in the rhythmic' ature’of "how

- information. is stored. Broadbent (1965) describes how informa-

' tioh,._is understood and stored, and posits a central processing agent
locatéd in the brain, which- acts upon an incoming message. as a

~ pattern rather than as isolated bits of syllables or single words. -

- These researchers have thus supported the idea of ‘the rhythmic
nature of memory and thinking. : a e .

Other researchers have carried this idea urther by stating that" - |
language development ‘is also rhythmic. A lingyist (Marting/1970): ;
‘has suggested that it .is the essentidl thythmic”quality of Speech, |
that childreni"respond to and thereby decode adcording to their I =

¢ degree of larigudge development. Palerrho (1978) states much the’ S
. same idea in his most recent theory.” | 7 ! o 5

. Merle Karnes (1970) of the University of Ilinois has done

- extensive work with handicapped;, normal, and poverty children. :

‘Frdm ten infant 'scales, she has drawn descriptions .of the totg]

development of the child, par'tic'ulﬁlly language and .cognitive

. ability. Her description of the eighteen- to twenty-three-month
~*‘child is of-interest here, since this per: od is'the turning'point i
use of Janiguage as a means of expressing thinking processes. /-
The child’ “jabbers tunefully t6 ‘himself at play, echoes/prom-.
. 'inéent or last word addressed to 'him, enjoys nursery rhynes and’
tries .to, join 'in, attempts to sing, likes to have patterns ré¢peated,
- likes to have short rhymes: sung,to him, is aware of soundf such as
' bells, whistles, clocks, respohds rhythmically to music with whale
~ body and joins two'or more words in speech,” (These items were
derived, from' the Slossen’s Intelligenc Test, Gesell,/and the -
Bayley Developmental Scales.) ». . ® » : .,
- «From two to five, children also master new motor sKills. They g
" usuall' learn to run backwards, jugnp, pick up pins, eat with-.;xa‘s;..f_

, . , t
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2 Oral Language: Expression of Thoug's¢

Tork, play inferactive games, and walk on. tiptoe by three years of

age; by four they enjoy rhythm and repetition, catch a bounced
ball, hop on one foot, and have well-patterned lnflectlon Five- to
six-year-olds can run lightly on their toes, skip on alternate feet,
dance to music, balance on a narrow path, draw a triangle, and
trace a diamond; they also continue domestic and dramatic play.

In sum, five- to six-year-olds have mtegrated their emotional,

’ language, thinking, motoric, and interpersonal skills into a unity °

that is a functioning whole—ready for academic tasks. They reveal

*- in each milestone along the way the rhythlnlc and mot Pie hpwic of

their accomplistjflicat. _ 5

" Theory Application in Curriculum Development

~ Is this a new view? Not oompletely As a result of their work with

and observation of children, progresswe and modern educators had
intuitively arrived at cumculum procedures which stressed the

importance of rhythm before the research evidence was available N

Lot e

to support their practices. -
-Some programs,;however, have focused on only one part of the

; chlld s development. Lest one be misled into believing that simplis-

tic mlracle methods lead to readlng readmess, it seems adwsab‘Ie

a resgflt of tappr‘ng into the underlying’ system of rhythm ‘One

Such progral‘n emphasizes’ motor skill - development. Certainly °

‘motor skill development is an essential ~element in total child

development These irograms stress phys1cal mvolvement in

[isolation’ from social- emotlonal-llngulstlc development. Another . ’
'" type of program with narrow emphasis is the “drill and practlce R

. words’’ groups which stress acqu1s1tlon of words"in 1solatnon from ¥
- motor-social- emotlonal-llngulstlc dévelopment. Both programs do -

provide experiences whlch mvolve the child, but they do not
‘develop, the totak child. o

Other programs however have a broaderfemphams They‘ stress
the importance of‘rhythm in learning ‘and attempt«‘,o develop the

* total child. Many" of them' do thls through empha51s on. .may and

dance;
Anthropologlsts have long contended that through play, 1ndmd-

P . . ! E3

. . - v .
. N : R A

‘e

a development but the “creepy craw]y’! schdols- mlspercelve the
: underlylng role of rhythm in motor development as well as tl’le '
* rélationship of self-concept, language, and thinking skills to t:hls

-._"uals express their concept@ns af the universe and their- relatlons

_to mention ‘them briefly here: Although ‘these programs may - ‘
< result in the childs masterlng some. skill, their. success is probably = -
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to the world. Furfher, Bateson and Mead (194%) have stressed the *
idea that throughplay and dance peoples express those basic
elelaents of nature that their culture has socialized them to
.repress.-They believe that forms of joy, sorrow, hate, en'y, and
aggression can’ be expressed in drama and dance that cannot be
- displayed openly in the daily interactions of a/group. The Baiinese,
for example, are a highly restraiivd growp o peaple. Thay ryesly
express huyma:n emintidRy i Intodiowionnl peletions. ‘Thewr feslivas,
W% ovey, tnclude expressive, excessively vigorous and at times
« violent emotions, resulting in the "dancers falling into a tfance
state. Dance, a form. of “play,” can be a release of inner tensions
. and feelings that do not havé other means of expression. -
According to these theories, play is a manifestation of cognitive -
structures. Once these nonverbal-cognitive structures are .devel-
oped, play. becomes a means of externalizing them. o
But play is also a means of developing cognitive structures.
*" According to Piaget (1969), the basic development of thinking
processes is motoric. He has described how all children go through
stages of play as means of developing their conceptual .th_in\king.
... Play, to Lieberman (1977), is a means the child uses to deal with
the- known. and, ‘through exploration, t¢ combine new elements
.Into, " new : combinations resylting in 'imaginative ' and creative @ _

thiniking. According'to ,Neisser (1967), the basic elements of: & ¢

.thinking are rhythmic-and motoric. -Therefore, meaning or uﬁdétj;

: standing can be accomplished by thé child inplay. : .
; ‘Modern educators recognize that structured play allows for
-learning. .When observéd in play, a child displays,’the’ learning -
already accomplished; but also revealed are the child’s  poorly -
'developed coricepts. For example, a child acting out fireman may

. call for a resuscitator but at the samie time not understand the

" 'phrase overcome with smoke and its accompanying concepts. The
child following the play -experiénce usually will verbalize the new ‘
understanding realized through play.: Knowledge of what firemen s
do_may be expressed, as.might the compleix idea that individuals:

- develop and. perform’ specializeq roles in modern society according
» to the work théy perform. Play in this sense provides the founda-
“1tions necessary for the ‘child to learn how to read.;The child in
. beginning’ reading’ will be able to decode dnly those:specific words
- already mastered in the child’s own' language and will recognize -

' only those ideas alfeady learned. This is not a new idea. This is
essentially Hymes’"(1955) :notion of the role of experience in
reading and Stauffer’s (1970) emphasision the bonds among work, : ,

. action, thoaght, larguage, and exnerience. - S e

Lu e . . 5 . - ’
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~ -learnings ‘and commumcat_lon Fmally,:dance and play have a
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14 e u . Oral Language. Expression of Thought
. Let us now take this notion of the role of play in learning one
step further: It has been asserted that through piay children be-
come physically involved; they are able to act out and reveal what
they already hmw ar i mplished | 1o recogmize fof themselves what
er & e e and Lo revesl their strengths and needs. In
addivon, play is an opportunity for children to express their
nonverbal mtelllgence enabling them to attach verbal symbols to
knowledges they develop. By attaching verbal symbols to non-
verbal activity, children take: great steps ‘toward readiness fqr

Reconsider for a moment th® earlier pomt tha y is a mo-
torlc-rhythmlc means of learning. In this-light dance i$ quintessen-_
tial play, onc-medium of preﬁslon ‘which may unify a child’s
experience and help/to{te)e(grate and consolidate growmg “com-
" petencies. .

Such a conception of dance is part of the program of the open - -

school, *with its emphasis on human values and on helping the
child to achleve the complex. set of abilities related to efficient
thinking, ie. , classification, conservatich of mass, volume, energy,
measurement and problem-solving techmques Though commonly
overlooked in );iescnptlons of the open school, dance and move-
ment experlenbes are an essential aspect of the curriculum. These
are.not' mcxdental actmtles in this system but planned structured:

experlences 51m11ar to the place of math experlences in American

educatlon u
Guppy (as quoted in. Russell I965) has descrlbed the lmport-
ance.of ‘these experlences as follows: - i - ¢ 4

1 i R M - l
_ Creation, therefore, one mlght det‘me as a form: of thmkmg in
~which the hands or some other means are used as _extensions of
the brain, with which, t6 fix -images and solve ‘probléms—an '
elaboration in man of the brain’s pnme Tole in maintaining the
. organism ift security.-And a finished “creation is'a prolectlon of
«+ some part of thé creators’ .inner'model of reahty . For some-
{ people . . words and sigris provide the imageries n}ést important,*
" ‘to them; t‘or others sounds shapes, patterns, colors. taste, smells,f‘? :
sense of'touch, physncal movement (pp 51-52) )

Guppy S statement isisirilar to the assertlon made earher in thls
paper.“Play, which is. observed in the infant as a;rhythmic activity
and which is described by ®iaget and Inhelder (1969) as an at-
tempt to seek pleasure and avoid pain, grows for the child iito a
means’ of Iéammg about the environment, learning concepts,
learning roles. Play*also becomes a means’ of expressing nonvetbal
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social nature, and they. become a means by which children relate
tq each other. These activities involve the total child; through
them motor, emotional, language, and cognitive development
increases. Through them the child learns.
: e popular author James Michener (1976) recognized the
impaortance of dance. He thought it desirable that a son or daugh-
ter who was determined to be a writer take a course in dancing .
so that Me or she would come to know the feel of movement
,' and form, and learn to- sense dramatic shifts in. perspective. He
writes; “What the artist requires is’ a sense of emerging form, a
kinestheti¢ sense of what the human body is capable of. If you
marry th&e sensory capacities to a first rate brain, you have a
good’ chance of becoming am artist” (p. 80). Michener quotes
George Leonard: “If one subject were to be required in school
it should be \§ome fortn of dance—from nursery school through-
a Ph.D.” (p. 80). Dance is seen here as the integrating experience
of humankind. : : _ o . .
"~ Some American educators have maintdined: outecomes of move-
ment, dance, and art éxperiences similar to those of the English -
Open School leaders. These Americans have asserted that artistic -
expression .is a means whergby a child"d@é‘pgnplishes academic"
goals, §pecifically reading success. LT s
. Natalie Cole (1940) in her book Arfs iri the Classroom degétibed
; how 3 class of Mexican-American arid poverty child¥en with peor-~ .
" ly developed academic’skills gained sugcess in school-related skills - .-
through experiences with art and. dance. Cole’encouraged thesé  :
. thildren 'to express their thoughts and feelings through' painting
- !'c-;‘ dancing. She also encouraged the children to write and talk*
“about these gexpressions. Gertrude Copley Knight, mentioned in;} .
¥ the Cole "book, is- anothet who espouses the role of dance as an , ?
integrating experience. Her film Bui?d?ngé' Ciiild‘reh’S"Pel_'sbr'zaIity ;
‘Through Creative Dance (1954) .démonstrages: how children can _
‘move from inhibited, clumsy, awkward expressions in dance to. ..
-, secure: and: graceful youth. Hef techniques are simiple 'and, al- o -
* though not derived directly from research evidence, are consistent PA
with newer findings. She rewards movément and never punishes.or :
shames the. child in dance. Through her own dancing-, she dem- 3
onstrates (or models) for the child but does not expect or desire
the_child  to ";imitafe- her dancing per se. The children are encour- .
aged.to construct their own movement to the music, The encour- ~ ; .
‘agement. of each child’s interpretation is the key. toyMrs. Knight’s :
' success. The child’s interpretive movement to.masic is not essen-
* “tially different’from the child’s attachment -of meaning to speech
i . L . ~ : [H o
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sounds or the grasp of concepts such as that clay is conserved [
when broken into bits, that letters have sound values, or that 2 +
2 = .4. Interpreting is a manifestation.of the inner thinking of
the child. A |
It would appear that the common element that draws the
cognitive psychologists, such as Neisser and Piaget, to these
intuitive educators, Cole and Knight, and to modern curricylum
‘constructors such as Kamii (1978), Meisel (1977), and 'Weikert
(1969) is the common premise c¢ontained in each of their work:
+ all knowledge is constructed by the child based on his or her own
. ‘activity. Cole and Knight as well as the English educators further
assert that:.dance and movement consolidate learnings and provide
the essentlal integrating expenence the child requires for later
academic tasks
This discussion .has ' suggested that all learning is bas1cally'
motoric in_nature and that speech is a manifestation of - sthinking
and language development; that only activities which ‘involve the
“total child in the development of emotional, motor, cognitive and-
_"language expressions have the potential of maxinizing the intellec-
7 tual potentxal available to the child at birth.

Oral Language Development Readmg Readmess, L .

-

a _and Black or Poverty Ehghsh . ' o=

3 Keepmg in mind that facts (.1) that language development is only :
" ‘one aspeét. of a child’s total development; (2): that it is influended
: by and influences each of the, ‘other areas of development ie.,
‘motor, emotional, and cogthe (3) that it should not be stressed .
in isolation: but rather, developed in coriunction iwith: thé other -
_areas; and (4) that oral language is*only one part of total language
- development, Jet’ us now consider the “special problems of:oral . -
. language development and reading readmess in a, e,hnld who speaks
black or nonstandard English.:  : L
The early literature in the 1960’s was replete thh suggestlons Ty
- that. the poverty child was deficient, in: language development - ‘v
:(Deutsch, 1965). It was postulated, that the poverty child’s defi.’ o b
. ciencies stemmed from harsh’ punishment in the home, the diff -
ferent parent trainirig methods ‘used;:poor diet, excessxve noise in!
the home, and mental defxc1ency Gradually. researchers' began to - -
realize that the language of the-poverty and black'groups was not -
sp much deficient as it was’ different.’ ngulsts were the first to” *
k break through.with the ‘‘different” hypothesis. They. inaintained ~, - * |
o that any language wh lch functlonally serves its members isa wable

Fmy
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an( sufficient language. Linguists working in ghettos in New York,

.

Detroit, and Washington, D.C., began to collect remarkably similar
data. Black English, as it was called, proved to be a well-developed

variant of standard English. Its rules were uniform and consistent,

but they contained elements which were drastically different from
standard English. ' ’

One of the most obvious differences is i'ea__lly a surface one. It is

the use of standardly rejected forms such as ain’t got for don't
have, he don't for he doesn t, ain’t, and got, These forms bften
give the incorrect impression that a child is intellectually inferior.

For example, a black child might.say, “Dat bird done brung lots of -
grass to dat tree.”’ The language of the child is different from stan-

dard English, buf it is of a consistent form and reflects the-child’s
thinking. The thinking revealed in the sentence is the same as if

the child had-said, “The bird is t“aking'grass to.the tree’’ (Rhodes,

1970). :

: chilkd‘;;s'{'ﬁen decoding black English hears different markers, around'

' - “4
The major points of differeny(:e between black and standard
English appear in the set of rules used for verb declensions, copula

usagej' negative rules, pronominal opposition; /r/ and /1} deletion, '
consonant cluster -reduction, and devoicing of a word in a final

stop consonant. For example, a black or poverty child will say: he
for. he'll, do for ‘does, got hit for was hit, before you eat: for

before eating, look-at for watch, did he did for if he did.

_Following Neisser (1967) who, maintains that function words, "
ie., iﬁ;};{]x"e‘n, aJthough, are the.key elements ar6und which mean:
N i{a'g is"‘h;ﬁderstood/in a spoken sentence, we can assume that a black

-

which meaning is obtained. . R o i
A study with black inner-city children (Anastasiow et al., 1969),

- 'supports’ the view that children reconstruct all auditory iriput. The

- study was‘\a'e?sigped‘ ‘to demonstrate ‘also that children who speak a

. variant of standard’ English reconstruct the standard form to con- =
¢ - form to their own dialect. It was known from the work of Menyuk
- that childreri when asked to repeat. a well-formed sentence would

: repeat only” the portion of the sentence that matghed their level of

“repeat “standard | English betier - than black’ youngsters (Baratz, |

" development. Thus, if language deficient, the inner-city child *

would not repeat all of thewell-formed sentence, Repeating the
complete sentence indicated the child was “normal,” at least in
language development. It was known also that black children were

able to repeat sentences spoken-in.black dialect better-tt}'y;n were .

white middleiclass children, while white youngsters were able to

+1968; Slohjn, 1967; Menyuk. 1963). '

1
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Twenty-eight sentences that had the possibility of being recon-
structed into black English were constructed by Anastasiow and
Hanes to conform to standard English. Children were- asked to
repeat what the experimenter said. Simple examples were used
until the child understood the directions. For example, the child
' was asked to repeat the sentence, ‘“The sun is shining,”~when the
experimenter spoke it. As soon as the directions were understood " -
the child was asked to repeat the twenty- elght sentences one of

" ‘which was - - " o
He runs home qulckly after school because he .has a blcycle to .
¢ ride.

"All sentences were scored for errors and for reconstructlon
Reconstructions were defined as any change in the sentence that
maintained meaning but changed the standard form to the black
English equivalent. An example highlights the results. It was found. .
that 41 percent of first-grade children and 42 percent of second-
grade children changed the word while to when in the follow1ng:
sentence: *Did the accident happen while your mother was in the
store?” Similar data were obtained in other sentences. The' child-

. ren, with very little delay in" re esponse,; modified what they were
ask’ed to repeat to conform to their-own language.-

. “Because black ‘or poverty Eng l:sh is. different. from standard'
Engllsh, it is easy to: mlsmterpret a child’s* :oral language devel- ’
opment Such speech is' often viewed.as an ‘indication of poorly *
developed language and thlnkmg abnlltles rather: than as only a
_different language. Reading . readiness and leammg potentlal are
<‘also often misjudrad as a result of performance on standardlzed\ .

-. measuring instrurvents. For example, Tlmmy, a poverty ch‘ild in
North Carolma, was erratic, uncontrollable, and, m almost ewery _
. respect except physical development judged by his- teachers and~- -
" the staff to be immature and ! ** ready for school He was, q .
- handful, and his wild runr‘ung, sklpplngx, jumping, hlttlng drove the. ;
teacher and- researchers to their limits. They failed to recognize ,..'
that his 'well-deteloped. sense of thythm and motor abilities were a -
‘cue to his innate ability and that he was not as slow as they '
- suspected. He was administered a Stanford-Binet which indicated:
that he was mentally retarded. When he was asked to respond tgp
~ the Peabody Language Development: Klt he pointed out objects
in the picture rather than telllng a story However, one day as he
sat pounding on the piano he began to sing a song,: the text of
which follows. (The observer did not write the. dialect .that the -
child spoke, but the reader an almost ‘“hear” the dlalect in the i
rhythm of the song) o oo

’
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_ The horse jumped, zoom o
The boy. jumped, zoom oo . T :
" The boy and the horse jumped - L
Zoom, zoom, zoom.

The horse jumped, zoom’ ,"- ) .
The boy jumped, zo:.n ! *

The horse and the boy jumped W

-Zoom, zbom, zoom. - '

Come on baby . o cn A
Sing about me: L i Y
Come on baby' : . . -
Sing about me. i o

. -'m singing about me . o L .
Come on baby ;sing about me. ) . L

Let’s go baby - . “ : -
“Sing about me. . | . ' . : N
Let’s'go baby- ' '
-Sing about me. . '
Baby, baby, ba ba baby ’ .
: Come on baby, zoom, zoom, zoom. .

Come on baby -
Sing about me. ¢
Come on daughter
Sing about the girl.
Come on baby - : ;
Sing about me. T e A .
Sing about the bottle _ o . o
Come on baby * - ) L
Let’s go get married | ) -
Let’s go g -« married . _ , .
But don’t put me in jail or . . - .

. I'lt knock you down wlth the telephone o

" And put youout -

_Pow, pow, pow

4 IS

P

I'm dead : By ) e ‘h;,;"zzi""‘ oo

{_ . [N d‘“""‘ .

‘This was a child who the teachers and project personnel felt had, i
underdeveloped language and poorly developed thinking processes.
Cléarly, his. training to be “task oriented’ and his preparatxon to |
. respond to the.demands of school were poor. These were [foreign
i ‘skills to him. School was a strange and hostile environment, as was
his nelghborhood if -his. song was any mdlcatlon However, his™

- voeabulary, his concept of what tone ° 1s, and his rhythm were
i sufficlently mature to enable thé teacher’ fld an. -appropriate
program for his school- -success. His langu reﬂ&:ted h1s emo-

. tional life and his conceptual development

"+ In accurately assessing a black or poverty chﬂd S l age devel-
.opment, a teacher must recogmze that the oral res of many *

* .
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such children is llmlted because they. are unaware of the import.. .
.ance of orel production. Their culture does not always emphasize -
or reward verbalization; theérefore, they may ‘possess an-uridevel-
oped expressed language facility. in school. The fact-that a child .
speaks little does not mean that the child cannot speak. The key
to reading success for such youngsters is not :wril.ng basic. readers
in dialect as some maintain but training: these chiidren in audltory
discrimination to enable them to  match the standard form spoken~
in the classroom with their own language. Teaching techniques .
“should begin at the: chxld s current level of functioning and should
allow a positive self-evaluation. They should not reject the child’s
language, but rather provide activities (clapping, dancing, catching,
dramaitization) that encourage mastering the standard language.
.Verifying an approach is not the issuye liere. The Weikart ( 1969)
and Cooper et al. (1966) approaches all have demonstrated success .
with poverty youth. As Weikart suggests, the method of success, in
fact, depends upomthe teacher’s belief in the approach the teacher

<«

uses.'What appears to be important is that the approaches that'z are

‘most successful are those thatare cognitively orlented A cognitive
approach’ i¢ one in which instruction’ is geared to encourage the .
children to actively construct the experience presented in class in
terms’ of their curtent level of competency. Children must be
allowed to experience 'those elements they are to learn; for that'is

the way learning takes place. Children’s speech is a sample of what * ~

. they know; no more, no less, and their oral language is the base on
. Wthh teachers can bmld a cumculum

> 23
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3 Teaching Techniqlies
and 'Matérials' |

-

‘Because a child’s language development is. influenced by and

influences motor, emotional, and cognitive development, because
each of these areas is related to rhythm, and because the devel-

* opment of each of them is related to a child’s ability to learn to
read, classroom. techniques designed to develop oral language in.
preparation for reading should include, activities that simultan-
.eously develop these other areas as well. The techniques .and
materials’ included in this section are designed to do this. In the

discussion of each, special emphasis is placed on their use in
assessing and -developing the oral language of children who speak
black or poverty English, ' ) '

Specific Techniques for'Assess'ment

_Before specifié developmental activities can be initiated, it is
.necessary .to assess- the child’s level of language and cognitive

development. This can be done in various ways. However, as
indicated earlier, it is all too easy to misinterpret a child’s use of
a “different”’ language or hesitancy to use any verbal language as a
sign of immature cognitive development. Regardless of the choice

of assessment techniques, care must be taken to assure .an:accurate -

measurement.

- The Dictated Story

'fhe dictated story techhique is simple and effective. Bri'e';f'ly, the

- child is.allowed to draw or paint a pictg¥e and is then encouraged -
'to “tell a story” about the picture. The story may be told directly
_to an aide, parent, or teacher who writes it down. The 'adult may
directly “‘chart” the story while the child is speaking, or may ‘write
it down and give it back to the child later. Returning the child’s :

- own story, even though the child cannot read, develops several ' ¢

3

important skills and assists the teacher:

21
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<

1. It helps encour..,,e the full use of language by the child.

2Tt g1ves the teacher some behavioral evidence of the chnld’
\

language and thinking.” - ' : \

. 3. 1t is a warm and supportive env1ronment for'the chrld and
encourages self-acceptance - o

4. [t helps the child reco@mze that what is spoken can be
written down

5. It directly leads to the awareness that pnnt has sound values.
6. It directly leads to the awareness that prmt can be read.

Large charts can be prepareﬂ for the whole class to read The
class as a group can dictate a story that:

1. Summarizes what was ‘presented in sharmg and g1ves the
teacher evidence of what was- processed and what was
remembered, i.e., “John has new shoes,” “Mary has a baby .
brother.” S !

2. Summanzes a story or news item a chrld told during shanng
more fully. _ .

3. Summarizes an. activity .in the classroom, i.e., the teacher’

" brings in a bird’s nest’and the class talks about it, Chlldren

. then write (dictate) a story about it.

"4, Rewrites a story read to the class“ in the child’s own words

* The teacher then checks for the sequence of what was

remembered :
' . 5. Presents on a chart words. of a song that the class has
learned.
e -
Puppets ' '

Puppets: are exceIlent motlvatlng dev1ces for chrldren’s speech.

Cooper (1964) uses a puppet as a symbol of communication
activities. The Peabody Language Kit includes animal puppets.:’
Many teachers have learned through-experience that a child who is
reluctant to talk to an adult:will speak to a hand puppet. (Puppets
- can be made from many simple materials; for example, colored
paper figures can be glued to tongue depressers or popsicle sticks.)
. After the puppet has been made, ask the child ‘to have the
‘puppet tell a story. This should. be a story that has. already been
presented to the class, i.e., “Bllly Goats Gruff.” Listen to the
child’s.’ presentatlon and check for: (1) ability to recall story,
- {2) ability fo see sequence, (3) ability to find detail, (4) ability to
make mferences, and (5) abrhty to see relatlonshlps _This tech-

28
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nique is one way teachers can assess the level of a child’s cognitive
functioning. : o

Sentence Repetition .
“Besides being willing to accept a child’s .dialect, a teacher must -

attempt to provide a model of standard English. The teacher must
be a skilled diagnostician in order to discriminate between im-
mature production and dialectical differences. This is .extremely
difficult. The sentencé repetition task is one technique. Encoir-
aging ‘prdduction in rhymes and jingles is another. Songs and
dictated stories give further samples of the child’s language.

It is the teacher’s responsibility to select appropriate exper-
iences on which to-base a diagnosis. Presenting a series of songs
such as- “Row, Row, Row Your Boat” and ~q‘Mary Had a Little
Lamb” may be -diagnostic but may fail to distinguish specific
deficits in /r/ and /I/ deleiions which are common in black dialect
ffom the /r/ and /l/ which are common problems in every kinder--
garten class, e.g., as in wing for ring. : ,

- The senterice repetition lists presented below (the first three -of
which were taken frpm Slobin, 1987) have, been dévelopéd for

- research with the very young child. The child a:l asked simply to

repeat what the instructor says. ' Brown and Fraser’s sentences are
designed for three- ta four-year-olds, Menyuk’s for a similar age.
Children of these ages should be able to complete the entire group,
of sentences. If:a portion of any seitence is eliminated, assume

that the child has not moved to that level, These are experimental
procedures and the results must be interpreted generously. Lenne-
berg’s (1967) work.gives a complete description of normal lan-

guage development.

Brown and Fraser’s Sentences

I showed you the book.

Iam very tall.

It goes in a big box. - .

Read the book. : ' E R
.. T am drawing a dog. '

I will read the book.

I can see a cow,

I will not do that again.

Ido not.want an apple.

Do I like to read'books? -

Isit a car?

Where does it go? = . )

Where shall Igo? 4

’

..‘. m
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Menyuk’s Sentences - - \ '
Sentence
“He got tied up. - .
He isn’t a good boy. . : .
s Are you nice?,"
* Contractibn : He'll be good. ‘
Inversnon ) Now I have kittens.
N Relative Q estion Where are you going?
L Imperative| - Don’t use my dough.
Pronominaljzation _ Thére isn’t any more. .,
: ' Separation " He took it off. .
. Got : I've got a lollipop.

- Auxilisty Be Placement’

: ~Kuxiliary Have Placement
/ Do :
" _Possessive '

Reflexive )
,+Conjunction " :
. Coﬁjunction Delétion
Conjunction If
1 Conjunction So
Conjunction Because

.S

o

/

He is not going to the party.
P've already been there.

1 did read the book.

I'm ‘writing daddy’s name.
I'cut myself.

Peter is over here. uud you are
over there

1 see 4 red book and a blue
book.’ ,

I give it to you liyou want it.
He'saw him so he hlt him.
He'll-eat the ice cream because
he wants to.

Giaitman Shipley, and Smith’s sentences evolve from ones that
are easy to 1m1tate to ones difficult to imitate:

-w

T " ‘ A Structures (easy to |m|tate)

“-Number:

Two® of the marbles rolled

away.
Conjunction .. Sam and Ronny bullt their
T ho_use <
Complement : I want to: pliy‘l:heplanm —_
. B Structures (dlfﬁcult to lmltate) ) Tl .
Adjective - / They played with long yellow
o . blocks. *
~Verbal Auxiliary Daddy may have mjssed the
v train. R
Relative The lady who sneezes is sick.
! Not George but Danny came

S Conjuinction Inversion
o R along.

[
..
»
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The Anastasiow and Hanes (1976) sentences- re those designed _
to elicit reconstructions from white standard to black and poverty °
‘English. The correct sentence and its acceptable equivalent are
given below. :

e

’ a

;He was tied up. . p

got [
. She isn’t a good singer. =~
aintno ¥ U S
She said, “Whose toys are those?” _
s?y : . N ‘_-'\? . .
Jim, who tried to escape, was caught and then beaten up.
got i
- Although I want ice cream, I bet I'm not going to get any.
g ' o . ain’t gonna
The boy was hit by the girl who jumped rope in the street.
B got n ., -
Joe is good when he feels like it. * A
be feel { .

The black child,who changes the seritence is demonstrating

- .normal cognitive functioning but presenting the product in a
‘dramatically different fbl?. These reconstructions-may then Jbe
. perceived inaccurately. by t achers’as errors rather than as evidence .
~of the child’s remarkable ability t6 process a different form of
language while maintaining meaning. The child’s reconstructions

are examples of an active'intelligerice upon which tlie teacher may;
build a strong readiness program.: Evidence that .the ‘child can
‘reconstruct, rathef than,omit, indicates an understanding of a
. different form of' English. Theréfore, there is no need to change
. . the:child’s speech to’enhance understanding. Instead, the teacher
should master this language form as well as provide ample oppor-

- tunities for the child to hear and process ‘stdndard forms. In this-
. way, speakers of nonstandard form are provided with experiences *
“that will help them readily recognize a word’s writteri form as well ;"

as its oral form. P ' -
F

Suggestions for Developmental Instruction

Onge a child’s lével of language and cognitive.,devel%pment_: has
been determined, instruction ‘begins. As with dssessment, various
approaches’ are possible. Those discugsed here.are. based, on the
theories presented earlier; therefore, several ‘points sh8uld be
reéviewed before continuing. _ , B ' .
; ‘ , .
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First, play is perceived as an integral part of- -any preschool or

" kindergarten program. As one kindergarten teacher so aptly put it,
toys are the .ools with which.children think. ‘SI‘he discussion gave
examples of the: ‘importance of play and the role'it serves in
developmg thxnklng processes. 3

- Second dramatization of stories, songs, or rhymes is another - .
' major activity for any preschool or klndergarten program. Tedch-
ers-may select from a wide range of readily available material to
serve for dramatlzatlon The rmportant point is to plan systematic
‘and frequent ‘experiences. Dramatlzatlon engages ‘the child in
thinking, the mest critiéal activity of all school experiences.
Puppets and, finger plays add a rich dimension.to dramatization.

"Third; dance can be a ,daily activity. Responding to and moving

with the beat of a drhm, records, or song¢ are cultural expressive
. ev(perlences There is a large varxety of records to hoose from,
- many of which ‘are prepared specifically for classroom.free dance.
However, any type of ‘music can do—from rock to Scottish folk
songs or Bach. (Scarves are useful to encourage children’s full
body movement.)

Fourth, play and” dramatxzatlon allow the chxld to be physically
involved. All humans must be active, but particularly the younp
child. It is through these actmtxes that children learn.

’ Finally, multlpl"e experiences are recommended:: field tnps
walks, chart ° stones, sqngs, dictated stor1es It is the manner in
which the teacher pres¢nts the activity and concepts to the child
that.is critical.
The position taken jn. this paper is that all leamxng is done by
" the child. {t is the teacher’s role to encourage, nurture, and plan
for leamlng Any dirdct attack on a child’s language is a direct
attack on the child’s thinking ability and this can have overwhelm-
ingly negative effects. :

&
4

Georgia CoopersAp roach : N : A
Mrs. Cooper is a child development specialist who is also a tramed
speech theraplst Hér major mterest is to bring both sets of talents :
to bear in devisingga curnculum -approach ‘to further children’ S
gdommunication skil}MWevelopment. *
“In ther early work she came to recognize the essential rhythmxc’
-quality of speeeh and the rhythmic basis of learning. Working with " .
capable but. immature children in Contra Costa County in Califor-
nia, she evol; ed an|approach that conforms very well with current . -
. research evidence summarized above.. Only the hlghllghts of*
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her approach.can be described here. A more complete description
is found in Cooper (1964, 1968) and -in Cooper dnd Anastasiow
- (1970). Becduse these materials are not commercially available,
they will be described in somg detail below. ' e S
The program is a multiserisory approach which builds upon the
child’s existing competencies and ‘encburages active participation,
in auditory decoding, speech production, and the formulation of
analogies among. the ‘heard, spoken, ‘and writion symbol systems. -
.~ For the preschool child the writien symbol is not presented, but °
letter names are used to characterize the sound, and thé aiphabet
may be taught in relation to 'the sequence of sounds taught rather
‘than in alphabetical sequence. o D
... The methods and mateYials suggested by Cooper encourage the
'fil-'ichild’s\ rhythmic-physical involvément (movement, clapping) by
. using dramatization, : chalk patterns, ball rhythms, jingles, and
" rhymes. These techniques: stimulate speech production ‘and au-
ditory discrimination. The children #re, encouraged- to analyze_
rthéir own speech and language by listening and’ speaking,vso chat
they can be peérsonally responsible for carrying their development
forward, Lessons constructed by- Cooper contain' every possible
consonant-vowel combination. Consonants in beginning, medial,
and .final positions are presented in the framework of jingles;,
thymes; and single-word object identifications. , ' :
Thelessons begin with “‘get:ready’’ activities which-have #he
children focus on what-is to be learned. The purpose of “getting
ready” is to bring children to a listening f3dus. Tltis can be accom.
plished in. various ways: through finger plays, music, poetry,
stories, or relaxatiorn exercises related to dramatic play. L
Following these. initial -activities, the lesson progresses through
various stages. The rhyme is introduced, perhaps’ through a jingle.
(Jingles rather than poetry are used for _practice because their -
rhythms are more often the rhythms of badily,movement than ares
:those of poétrx:) Then‘,stgge one begins. It inclides clapping and/or
some type of body rhythm. The teacher chants the jingle'as teacher
and children clap together. Children‘are invited to join. .=
% Words, preferably those ending with the consonant being experi-
enced, are associated with hand dramatization or movement devices
." which aid speech. production. Stage two includes large muscle:and” -
“ vocal in“vol@e:_mnt Wwith the child. Specially improvised ball thythms ~
" involVe* the. teacher and.children in throwing and catching. When
children throw_and catch as they chant the jingle, bothgtheir co-
ordination and speéch stability are developed. * .

o
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Stage threé includes chalk or pencil pafterns to move the arm
with the rhythm of the jingles: Chalk patterns are an exercise of
adding to rhythms, movement, and verbalization the visuat pattem
resulting from keeping time with the.chaik. It is consxdered a pre-
writing exercise by Cooper. The. emphasxs is.cn freedom of move- |

‘ment rather than precision. Stage four includes the teachers'

production of the consonant in the context of a word, usually -
with an object present, i.e., pencil, paper, paper clips, or popcorm.
Stage five includes lxp-readmg by the child and object identification.’

. The technique of reading lips is used because it is sepn- as a visual

stimulation—another avenue to speech production. To recognize
visually the overall rhyshm of speech ‘and the shape of consonants
and vowels is an aspect of discrimination that is important forall
children as well as for those with dulled hearing. -
Additional steps ‘with older -children (six- and seven-year-olds) -
include reading the ngle on' a chart, ‘tracing letters and words

-with their hands, and:copying. the charts. Auditory and vocal

quahtles are stressed. The movement devices are provided to
stabﬂxze productxon and discriminations as well as vocalization.
A crucial aspect of the program is that children are not to feel any
negative evaluation of self in the process' of attammg the spemfxc
goals in the stages. .
One sample from Cooper’s les§ons is given below:

L

Too , Dramatizing a Jingle =
Polly . o AN
. Polly put some popcory (Make certain that the
In a big, iron pot. - - children have had ex-
Then she stirred the fire " .. - perience with popcorn.)
So that it was hot. ' ¢ _ :
Pop! Pop! - . - .
Poppety-pOp! : ? : '
. Poppety! Poppety! t o ’ s
. Pop % S
* and ) o . . - o
STOP' : e

Read the jinglewith light, sure rhythm, with ‘crisp dlctlon and

:“ with enjoyment. Without talking about |t you are modelmg the

N

productlon of clear, dramatic speech.
Now the children are ready to dramatize the story in the jingle.
. Of course, there is no one way. The main thing is to have them™ .
partlclpate as directly as possible.. The term pot may. need to be J
dlscussed and also the kind of fire that would need stirring.

~“Who could show us: how popcorn looks fbet'ore it is popped? 3
Can you be the-popcorn seed? Now the fire is hot and the pop? .
corn pops! Cah you pop" etc. _ : . ,

3 3& ’ ‘;'
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Children "are never given any information until you, the teacher,
have first tried to get the informatjon from them. In this kind of
activity it is’ important that you not slow up the movement by
too much discussion. However, when ideis for dramatization are
- being generated, you aré encouraged not to show_the children
" what to do. Children are helped by beirig-stimulited to make a
relevant response to”what is being presented. In the beginning, at
least,  any relevant response is accepted. And even when the
sponse does’t seem relevant, there may be some association in.
, the child’s mind that makes it so to him; therefore, you should be
" careful even here. o s P -
The childreh make a circle forming the. pot; Four or five (or more) -
- are:the popcorn. You will want a Polly, of course: The story in®
' the jingle suggests the action. R C . ,
A record of the children who have played the main characters is - -
kept so that eventually all children have a chance to act while the
- others speak. Always stop the .activity & little too soon rather

“than have some of the children become réstless. _
You are seeking a rhythm and a timing thai will not tax your more’

* immature children and yet will satisfy all of them. : i

e

IS

. . N
Loban’s Approach . o
Loban (1968) recommends an emphasis on children’s use of dialect _
to' express their ‘feelings and their ‘thinking . processes.’ Loban
encoumges the téacher to accept the child’s language as it is and
. to explore- Lie full range of;language.: He- ehcourages teachers of
preschoolers to place emphasis on activities_that encourage chil-
dren to talk. Tape recorders can: be used to help;them focus on
their owr. speech; they can also Be used to have them dictate their
own stories. One of the major problems in working with some
poverty .children is that they do not talk readily. Encouraging dnd ¥
oping their language. - . .
.. Let’s"examiné one of Loban’s example sentences and construct |
~ a hypothetical dialogue between the teacher and a child to demon. .

accepting their dialect is the first. stép in both ‘assessing and devel-

strate how assessment and teaching interpléy. ‘ ;
" The ¢hild, pointing to a picture, says: “Dat bird dbne brung

lots.of grass to dat tree.” . .

‘o,

. :

Teacher (smiling): “Yes. The bird is Bringiﬁg grass and twjés .

to the tree. What is he doing with the grass?”’ (Recognition of
child’s cognitive awareness and testing children’s goncept of
riest building) . _ B
* Child 2: “He'doneeat it?” = L f MR
Teacher: “That’s one idea. Birds-eat seeds so theys might take
grass with seeds to the tree. Do you have another igea?”

| 35
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Child 3: “He gonna make a nest.” o
Teacher: *“Yes. He’s making a nest Do you\ﬁ(no‘w why he’s_.
making a nest"" ' .-1 ;

Following these 1nterchanges, the teacher may present a song

[ about birds and nest btlding. The teacher: can pick any rhyme or

©- .song to" helb children stabilize the pattern.\Note that expansion is
quite drfferent from correction. Con'ectlon wou! Id be:

. Child: “Dat b1rd don brung . . . _
4 ' Teacher. “That bird-brought . ... .

~ with the teacher placing voice stress on that and brought. Expan-
sion ‘as a technique implies acceptance of the idea the child is = .

' commumcatxng, the teacher is building on what was communicated:
by incorporating and expanding. @

: As noted earlier, a teacher may wish to accept a child’s dialect,
but he or she must also attempt to provide a model of standatd
Engllsh The teacher must be a skilled diagnostician; constantly
itrying to separate immature production from dialectical differences.
This iscan extremely difficult task. Encouraging production in
rhymes and jingles is one means of remediation..

However, systematlc -attention must be glven to the range of
speech 'sounds produced normally in connected discourse. Present-
ing the alphabet letters and -having children repeat them is not’
yiewed as a fruitful technique. Cooper’s jingles,' the. _speech poem

‘in Talking Time (Scott, 1951), and Ruth Jackson’ s Language Expe-
‘riences Kit (1967) are but three examples of matenal developed

for classroom use.
. »

-
oW

Sdmmary

- This paper:attempts to clarify some relationships between children’s
: language and children’s thinking. The premise is §imple:.children’s
- . speech is:a reflectlon of their level of development and their think-
* - ing processes. Spoech can reflect the child’s level of language mastery ;
' or the child’s mastery of a language differert from the standard
system.: ;
N The child desu'es to please and must have mformatlon from the
teacher about. progress made. Posmve knowledge of results is one
of the: most powerful tools a teacher has. -

L
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.. The young child pressures the teacher to consider him or her
" totally, and no assessment Gther than of the child’s tota} develop-
ment is an ‘accurate one. Chil'dren are, like every hui..an being,
emotional, thinking, and social beings. Their strengths and deficits
are revealed through all of their actions. These behayiors are the
‘hits of information upon which a teacher muist base an instrucfiona)
program. ) L :

"
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